Abstract
Introduction
Many graduate students choose to reside in their communities and continue to earn a salary at the workplace while completing a graduate degree through online education. These adult learners are extremely diverse, are interested in further professional graduate education at the master or doctoral level, and expect university faculty and instructors to be able to respond appropriately to their educational needs, goals and ambitions. This nontraditional approach to graduate professional degrees continues to expand in Canada.
To address this growing demand from adult learners, instructors need to become familiar with asynchronous and synchronous communication technologies, they need to learn how to plan and deliver online courses, they must learn ways of providing online education to engage learners, and they must develop strategies to respond to diverse learner groups. Through the acquisition of these practices, faculty are supported in their move from the traditional classroom environment to an innovative online setting.
Given the implicit demands on faculty and instructors, what are the experiences of faculty as they transition from face-to-face to the online environment? What are the implications for continuing professional education of faculty? To answer these questions, the collaborative faculty distance learning research team explored these issues from personal and professional perspectives.
Studies have documented faculty's ability to adapt and integrate teaching practice into online technology by investigating faculty participation (e.g.; Betts, 1998) , factors needed for online faculty involvement (e.g.; Quinn & Corry, 2002) , and faculty adaptation to the use of educational technology (e.g.; King, 2002) . A study by Baynton, Groen, Willment, & Slater (2003) concluded that it was not only important to create and maintain meaningful support systems, but the relationship between the instructor and the instructional philosophy needed to be consistent with the ways in which faculty use technology to plan and deliver their courses. This study explores how instructors from two faculties deal with this issue. There were two key questions examined by the study:
Question 1: What were the experiences of instructors from within and outside the faculty as they moved from face-to-face to online teaching? Question 2: Are there similarities and differences from instructors across two faculties in the way in which they approached this first-term online learning experience?
Method
Participation in the study was voluntary, with each research team member interviewing one or two full-time faculty instructors new to online teaching. The participants in the study included only those full-time faculty who were prepared to provide one interview to the research team over the term. The use of common questions within a semi-structured interview ensured a consistent format was used across all interviews. Each interview lasted approximately one hour and took place in the privacy of faculty offices. Interview questions were provided in advance to enable prior thinking and reflection in preparation for the interview meeting. Additional comments were also welcomed from the participants.
"By using deliberate encouragement and establishing good rapport, a researcher can obtain information participants would reveal in no other way" (Merriam & Simpson, 1995, p. 151) . To develop a degree of trust and empathy with participants, each researcher began the interview by briefly summarizing their initial teaching experiences with distance education that conveyed to participants a sense of understanding about these personal experiences. The research team was open and accepting of others' personal stories about online teaching. This approach built upon "a framework within which respondents can express their own understanding in their own terms" (Merriam & Simpson, 1995, p. 109) .
Transcripts were created from each interview and reviewed by each interviewee for edits and omissions prior to the commencement of the data analysis. This interviewing process elicited stories that were unique, insightful, detailed and resulted in a context and framework for each of the interviewee narratives. Researchers then sought to compare and contrast information across interviews, and to propose implications and future directions for faculty experiencing online teaching for the first time.
Data Analysis
All transcripts were read by each researcher, noting the (a) issues that were raised in each interview; (b) steps that each interviewee had used to prepare for their first-term of online teaching; (c) difficulties that had been experienced; (d) coping mechanisms used; and (e) the learning experiences gained from first-time online teaching. These five areas were compared across interviews producing six themes which are discussed below. To protect anonymity and confidentiality of interviewees, names have been replaced with pseudonyms.
Results

Participant Description
Six faculty members responsible for teaching graduate level courses participated in this study; two men and four women from education and social work within the same institution. All participants were new to instructing within an online environment, were experienced with classroom teaching, and represented a variety of experiences and backgrounds including: faculty from non-university educational settings, faculty from senior administrative positions, faculty from workplaces in industry, and senior faculty members.
Instructors' Affect
A broad range of emotions from fear, anxiety, and apprehension to excitement was expressed by participants in response to their initial experiences in teaching online. In addition, it appeared as if the instructor's feelings toward distance learning, as well as their attitudes about the quality of learning through this medium, shaded their experiences throughout the term. For example, Karen explained her initial motivations for entering into online instruction. Although Kate expressed some nervousness in starting online instruction, she felt positive about her launch into distance learning at the beginning the term.
Actually it was about a year and a half ago that I was asked if
I love it. I'd do it any time. I got into it ten-fifteen years ago in the secondary panel. I got into it from being in a rural community, so I see it as a real equality of access, a social justice issue. (Kate, 5/2004)
A cautious openness to adapting to online instruction was noted by George. In spite of some reservations, George felt it was important to continue with a commitment to online learning. He felt it would get easier if he could become more comfortable and relaxed with the teaching. He talked guardedly about giving up a sense of power by relying on technology to control the virtual classroom.
Organizational Culture & Context
Each course was launched, supported, and modeled in a way that reflects a different and implicit organizational culture and context across two faculty cultures. For example, instructors explained how distance learning program was handled in their respective Faculty. In addition, bonuses were put into place within this faculty to express appreciation to those faculty members who attended additional professional development sessions in order to adapt to online instruction. Faculty need encouragement in moving to online teaching if they are to become competent delivers of student instruction. Without clear motivators, faculty may become divided between online versus face-to-face instruction without clear direction on the role that distance education plays within their departments.
Multi-focused Supports
All interviewees recounted helpful technical assistance from technicians, distance education staff, librarians, software support personal, and others. They learned about the online processes such as the structure, templates, and multiple resources they had available to help them. Strong support was received from formal special events that brought instructors together to discuss the ways in which to promote student learning.
Everybody
We had several really interesting faculty days where we discussed student-focused learning or a learner-centered model of online teaching. (Kate, 5/2004) This dialogue was also was evident amongst small groups of instructors who met in halls and offices. For example, some instructors exchanged their initial course syllabi with each other for informal comment and suggestions. This sharing and discussion of informal learning ideas helped to solidify and integrate these new instructor approaches. In some instances, instructors extended this support and asked students for informal feedback as they progressed through the course.
I really appreciated being able to talk with other faculty and to talk through some of the things that I was hoping to do and
I was also very up front with the students that I was new [to the software] and I wanted their continuous feedback. I think they were very honest all the way along. I was just so fascinated with their interpretations of who I was and how I designed this, and how the experience was for them. So they
were very open, and some of them were quite candid about previous online experiences they 'd had. (Martha, 5/2004) Sources of support were discussed in rich and varied ways. In addition, ongoing student feedback throughout the course provided a mechanism for new sources of support for faculty as they adapted to the online environment.
Time
The lack of sufficient time to fully prepare for the process of teaching online was a factor identified by participants in this study. This included time to become familiar with the technology, time to learn about the benefits and varying approaches of online work, and time to attend workshops and seminars for further discussion and planning before quickly launching with unanswered questions into the design and implementation of course development.
We do help each other, it's just that you almost need more formalized opportunities to do this. (George, 5/2004) The workload definitely gets in the way. I think technology of any kind takes time to play…we need time to play with it and feel comfortable with it. (Keith, 5/2004)
Once courses were underway, faculty reported that communicating online, teaching on-line, planning activities and dealing with unpredictable online challenges exceeded the usual three-hour a week required with face-to-face instruction. As a result, increased workloads were a faculty concern.
I went to the course, but probably not often enough. But I had so much work because I was overloaded. (Karen, 5/2004) There was also concern expressed about the degree to which students recognized that as much time was needed for online courses as face-to-face courses. Martha summed up this issue in the following way:
That notion of workload and how we promote online learning. And when we promote online education by saying it is any time, any place, I think people still aren't making time for it. (Martha, 5/2004)
Instructor Role Identity
References to philosophy, beliefs, and values emerged within the theme of identify for instructors. According to MacKeracher (1996) , the transitional journey to becoming online instructors requires a reworking of our past model of reality as educators. Making room for this new reality requires an internal revision of self that includes examining values and beliefs that inform self. The participants in this study, as experienced instructors in the face-to-face environment, know and understand the dynamics of successful teaching and learning and understand their role in facilitating such an environment. However, the struggle in knowing how to achieve this as an online as opposed to a faceto-face instructor was evident in the following comments:
I wasn't being me; I wasn't being me as a professor. On the other hand, other instructors like Kate, suggested that moving from class to the online environment was a seamless process.
Other than a little facelessness for me, everything's pretty much transferred well. Right down to the lessons that I did in face-to-face, it's [online] a fairly equivalent class. (Kate, 5/2004)
The issue of role ambiguity and the stress and emotional strain involved in that transitional process has been well documented in the literature related to adult learning (Cranton, 1994; MacKerarcher, 1996) and leadership (Bredeson, 1993) . The need for a sense of confidence in who you are and what you are doing is noted in the following comment.
People have a concern for self first and…are interested in not looking stupid themselves and being less confident. (Carole, 5/2004) The actual design of the course was a rather erratic departure from the other designs, I think, for distance course. So I was very nervous about how it would be received. I would say that about two or three weeks into the course I just started getting validation that I wasn't going nuts and the design was okay. (Martha, 5/2004) Instructors become attached to the values and beliefs that inform our sense of self (MacKerarcher, 1996; Mezirow, 2000) . The strain of having one's sense of self and confidence challenged is evident in the following comment from Keith:
In my evaluation of that course from the students there were only seven of them that responded. It wasn't a good evaluation. I've never had a bad evaluation in graduate courses in my life. (Keith, 5/2004) Finally, as participants in the study transitioned through the stages of becoming on online instructor "modifying, transforming, and reintegrating knowledge and skills" (MacKeracher, 1996, p. 37), they expressed aspects of their instructor's role that were most important to them. In describing the satisfaction and synergy that make teaching a fulfilling endeavour, two opposing personal perspectives were captured. (Keith, 5/2004) Data from this study indicate that instructors' pre-entry feelings and attitudes toward distance learning likely have the potential to influence their experiences throughout the term.
Teaching online was an incredible experience for me, I really enjoyed that. (Carole, 5/2004) I'd rather work at Walmart than teach entirely in a distance program. In my mind there is no job satisfaction in that.
Coping Strategies
The importance of knowledge was cited by instructors as part of the course design discussion with our researchers. Salmon (2002) suggests that "thinking creatively involves breaking down and restructuring knowledge in order to secure new insights" (p. 137). Understanding how we create knowledge in our minds in the first place helps us to reorganize our thoughts. It was clear that presenting smaller instruction information units was a way to have students build their own understanding of knowledge in their courses. The sense of community was also identified by interviewees as an essential element in course design and delivery. Lesser, Fontaine & Slusher (2000) indicate that electronic forms of communication can build different types of communities which might include, for example, communities of interests or communities of relationships. Building upon the art of successful online teachers (Salmon, 2002) , instructors emphasized this quality in the design and delivery of courses. While participants' indicated that communities are built from cooperative and collaborative practice, instructors hoped this would emerge in their courses. To encourage this, all participants included some aspect of collaborative group, team, project or presentation work in their course designs.
I was very nervous
It was important for instructors to see whether their ideas for course content, processes and design were working as intended. Salmon (1999) indicates that because online course development must be essentially completed in advance, participants in this study were interested in obtaining feedback from learners as they completed course tasks through the term.
Conclusions & Recommendations
The six themes identified in the study suggest that faculty issues can have as much, or more influence on the way in which instructors experience the transition from face-to-face to online education. In this study, the way to help instructors move into a new way of teaching using an online teaching process goes beyond an orientation to online courses, and/or explanations of how learning software can serve the needs of the instructor, department or administration. For online teaching to be integrated and embraced by instructors, departments must provide multiple opportunities for faculty to find the support and information they need as and when required. Further, the encouragement of faculty to develop coping strategies individually and in small groups, helps to enable instructors to develop roles and identity as online instructors. Most importantly, however, this study indicates that organizational culture and context are essential components in the development of positive, clear and effective messages to faculty about teaching online courses. Faculties need to demonstrate that online teaching is desired, respected, accessible and flexible within the organizational culture of the university teaching environment.
This study is consistent with the findings of other studies (Betts, 1998; King, 2000; Quinn & Corry, 2002; Salmon, 1999) related to online faculty development. A call for continuing professional education opportunities would be appropriate for continued development for online teaching just as continued professional education is offered for face-to-face teachers. Further, the development of a national training program built upon competency skills needed for the online teaching environment might be helpful to novice instructors across colleges and universities across Canada.
